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3ABSTRACT
This study examined the relationship of occupational stress,
Type A personality, and social support on teacher burnout. The
occupational stress included job-related stressful events, role
conflict, and role ambiguity while social support included
support from network members and social provisions. The concept
of teacher burnout was based upon the work of Maslach and her
colleagues (1977). In this study, teacher burnout referred to
teachers' perceived state of emotional exhaustion, the developed
negative, cynical attitudes and feelings towards students, and
the tendency of teachers to evaluate themselves negatively,
particularly in regard to their work with students. These three
aspects of teacher burnout- emotional exhaustion, depersonaliza-
tion, and personal accomplishment, were assessed by the Maslach
Burnout Inventory in this study.
A number of teacher characteristics were found to be predictive
of burnout. Teachers who were single, of graduate status, and
with fewer years of teaching experience had a higher level of
burnout.
Occupational stress, personality type, and social support were
found to be predictive of burnout. Besides exerting a main effect
on burnout, they also exerted a main effect on stress experienced
by teachers. Type A teachers and those who lacked social
provisions and support from network members were shown to
experience more job-related stressful events, role conflict, and
role ambiguity. Teachers who encountered more stressful events
and role ambiguity, lacked social provisions and support from
network members, and possessed Type B personality were found to
be more burned out.
4This study failed to find evidence for the buffering effect of
social support on burnout. However, Type A.personality was shown
to exert a buffering effect on burnout. The positive relationship
between stress and burnout was weaker for Type A teachers than
for Type B's who were more adversely affected by the harmful
effect of stress.
The results of the present study provided evidence for the
burnout phetomenon among local secondary school teachers. Work-
related stress, personality type, and social support were all
shown to be related and predictive of burnout. School
authorities, educational organizations and teachers' unions, the
Educational Department and colleges of education are thus.
encouraged to use the results of this study to provide a better
working environment for teachers, design better intervention
programs to help burned out teachers, implement more relevant and
practical teacher training programs.
It is also recommended that future research should focus on
establishing a causal model of teacher burnout. Other seemingly
relevant variables such as school climate, principal's leadership
style, teachers' participation in decision making, motivation,
.expectation about teaching and hardy personality should also be
included and examined. Also, the organizational and personal
consequences of burnout should be included in future research.
The variables to be investigated may include turnover,
absenteeism, quality of life of teachers, and students' interest
in studies and academic achievement, all vital aspects directly
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Job stress has been experienced by people working in a
number of helping professions (Mattingly, 1977 Maslach Pines,
1977 Freudenberger, 1977 Brookings, Bolton, Brown, McEvoy,
1985) including education (Kyriacou Sutcliffe, 1978a, 1978b
Kyriacou, 1980 Phillips Lee, 1980 Tung Koch, 1980 Blase,
1982 Leach, 1984 Reed, 1985 Coldicott, 1985 French, 1985
Blase, 1986).
Farber and Miller (1981) have noted that teachers are the most
criticized group in the last decade. Teachers have been accused
of failing to adequately teach students and control student
violence. Up to twenty years ago, teachers were grossly underpaid
but enjoyed the admiration and respect' of the public that
regarded them as highly competent professionals. At that time, if
a child was not doing well in school, it was the child's fault
and the parents' shame. There has been, however, a change since
the mid 1960s. The unresponsive, morally bankrupt society was
accused of being responsible for violence in school children,
and teachers were blamed for their educational failure. A child's
failure in school is now considered the sc.hool's fault and the
teacher's shame.
Besides poor public opinion upon teachers, teachers also face a
lot of stressful events in -school: such as student discipline
problems, poorly motivated students, and poor working conditions.
They also have to spend a lot of school time in doing
non-instructional activities like filling out forms and reports
unrelated to the needs of the students (Kyriacou & Sutcliffe,
21978b Lieberman Miller, 1978 Phillips Lee, 1980).
The lack of administrative support adds further stress and
frustration to teachers. Beginning teachers are assigned to the
worst classes- the class with the most serious discipline
problem and largest number of students (Adam, 1982), and they
are not supported by the school while dealing with conflicts
with parents (Cutrona Russell, in press).
Through path analysis, Motowidlo, Packard, Manning (1986)
suggested that feeling of stress would lead to depression, which
in turn, causes decrements in interpersonal and cognitive/
motivational aspects of job performance. (p.618)
Besides affecting the employee performance, stress has a
substantially negative impact on physical and mental health.
People who are experiencing stress are more likely to have
headaches, stomachaches, backaches, and chest pains. People under
stress are more susceptible to major illness like heart disease
(Arnold Feldman, 1986).
In the present study, the focus will be on the educational
setting. Kyriacou and Sutcliffe (1978a) defined teacher stress as
a response of negative affect (such as anger or depression) by a
teacher usually accompanied by potentially pathogenic
physiological and biochemical changes (such as increased heart
rate or'release of adrenocorticotrophic hormones into the blood
stream) resulting from the teacher's job.
Burnout
If an employee has to face stress for a prolonged period of
time, he or she may finally come to a situation that his or her
body cannot rebuild its ability to cope with stress, and he or
3she is unable to maintain the caring and commitment that is
brought initially to the job. This condition is known as burnout
(Maslach Pines, 1977 Maslach, 1978). Burnout has also been
described as the feeling of exhaustion and fatigue resulting from
excessive demands on energy, strength, or resources
(Freudenberger, 1974, 1976), and as a painful and personally
destructive response to excessive stress (Mattingly, 1977).
Educators also experience burnout. Continual exposure to
stressful situations seriously depletes the teacher's emotional
and physical resources, thus leaving the individual unable to
cope successfully with further stress (Beck Gargiulo, 1983).
Schwab and Iwanicki (1982b) pointed out that when teachers are
unable to cope with the stress resulting from the pressing
problems confronting education today, burnout is resulted.
Stress and burnout share similar concepts, but they are not
synonyms of each other. Farber (1984) made clear the relationship
between stress and burnout by pointing out that burnout is often
the result not of stress per se (which may be invitable in
teaching) but of unmediated stress- of being stressed and
having no out, no buffers, no support system, and no adequate
rewards.
In the early and mid-1970s, much attention was given to
problems related to stress, and programs on stress management
were included in almost every teacher workshop and professional
gathering. Recently, however, educators have shifted their
interest to burnout (Flint, 1982).
In recent years, teacher burnout has become a problem of
increasing public and professional concern (Farber Miller,
1981). Articles of teacher burnout appear in major American
4newspapers (e.g. Reed, 1979 Serrin, 1979 Wall Street Journal,
1979), and magazines (Morrow, 1981).A case history of a
victimized teacher, who after teaching for seventeen years, has
finally quitted the job and becomes a stockbroker appeared. in a
popular journal for teachers (Bardo, 1979). The Tacoma
(Washington) Association of Classroom Teachers (TACT) became the
first American teacher group to win stress insurance for its
members. D. Landahl, President of the TACT says, We got
concerned about teacher burnout when we saw good, experienced
colleagues leave the profession because they don't want to take
the pressure any longer (Phi Delta Kappan, 1979).
The National Education Association (NEA), U.S.A., made teacher
burnout the central theme of their 1979 convention. An NEA
teacher opinion poll revealed that one-third of teachers would
enter another field if they were able to start over, and only
60% of the respondents planned to teach until retirement age
(McIntyre, 1983). In Chicago, a teacher union stress survey found
56.6% of 5500 respondents claiming physical and/or mental illness
as a direct result of their jobs, and in 1978, 70,000 teachers
in America's public schools reported being physically assaulted.
While in 1962 more than one-fourth of all teachers had 20 years
of experience, by 1976 this proportion had been cut in half.
According to NEA, as a result of teacher burnout, thousands of
sensitive, thoughtful, and dedicated teachers have already left
teaching, and thousands more may well be contemplating such a
move (Farber Miller, 1981).
Teachers in Hong Kong, too, are subject to stressful
situations, and they have to face the negative aspects of the
job. With the introduction of nine-year compulsory education,
5every school-age child has to attend school, and this tends to
pull down the average quality of the students. Problems that are
not faced by classroom teachers in the past are now brought into
the schools.
There is an increase in the number and severity of discipline
problems. According to a recent survey, 6.4% of the students in
1985/86 are involved in unruly and deliquent behavior, and there
is an increase in the number of insolent or rebellious behavior
such as disrespect to teachers (Education Department, 1987).
There is also an increase in complaints from both parents and
the community. Complaints appear in newspaper and television.
Ma(1982) has also noted that parents are not easy to deal with.
They blame the teachers instead of their children.
Lee (1982) noted that the lack of communication between
teachers and principals, lack of participative decision making,
lack of promotion prospect due to poor career structure and
autocratic administration add up to make schools a stressful and
frustrating work place.
The workload of teachers is also heavy. In a study conducted
by the Education Promotion Group (1982), it was found that 60.55
% of the secondary school teachers spent more than 3 hours every
day on school work, while 82.75% of them said that they should
only spend 2 hours a day.
Under these working conditions, teachers would lose their
teaching enthusiasm, job satisfaction, and professional
commitment. Ma (1982) pointed out that the teachers he
encountered told him that after teaching for several years,
they begin to suffer from occupational disease like sore throat,
stomachache, sleeplessness, and bad temper. They can only look
6forward to total reliet at retirement.
Burnout affects not only the teachers but ultimately the
students (Beck Gargiulo, 1983). Stressed teachers concern more
with survival than instructional activities (Fuller, 1969
Weiskopf, 1980). Farber and Miller (1981) give a detailed
description of the burned out teachers:
[They]... may plan classes less often or less carefully, may
be lesp sympathetic towards students, may expect less
efforts from their students and less reward from their jobs,
may have a lower tolerance for frustration in the classroom,
may frequently feel emotionally or physically exhausted, may
develop a number of depersonalized state as a way of
distancing themselves from perceived threats, may fantasize
or actually plan on leaving the profession, and, in general,
may feel less committed and dedicated to their-work. (p.237)
Purpose of Study
Willard McGuire, former president of the National Educational
Association, U.S.A. has already stated that stresses in schools
are leading to the recently recognized syndrome of teacher
burnout, and it threatens to reach hurricane force if it isn't
checked soon (Morrow, 1981 Anderson Iwanicki, 1984). Before
the situation becomes too bad, we should begin to investigate
the phenomenon of teacher burnout., and pay more attention to it.
The purpose of the present study is to investigate the nature
of burnout, and the effects of Type A personality and social
support on stress and the resulted burnout. The researcher is
particularly interested in finding evidence of buffering effect-
how Type A personality and social support affects the
7relationship between stress and burnout.
It aims
1. to provide insights for school administrators in their
creation of a better working enviroment and conditions
2. to inspire teachers' professional organizations/ unions
to design better orientation programs for beginning
teachers, and better intervention programs for teachers
suffering from burnout
3. and to project to the Schools of Education the defects of
their present teacher preparation program, and in turn
cause their renovations.
8CHAPTER II
REVIEW OF RELATED LITERATURE
Burnout
The Human Service Professions
As Maslach (1978) has noted, there is a tremendous growth in
the human service industry like health and social service in
recent years, more and more people are turning to strangers, who
are often trained professionals, for care and help with their
personal problems rather than relying exclusively on family and
friends. The places where these services are provided are usually
in the context of a formal institution.
As the range of services and size of the clientele increases,
there are more critism about these services and institutions in
which they are mistreated. More often, clients see the cause of
their problems as the individual people who staff the
institutions. However, people working in such institutions
constantly suffer from emotional stress that are inherent in
their work. They are usually required to work intensely and
intimately with people on a large scale, continuous basis. They
learn about these people's psychological, social, and/or physical
problems, and they are expected to provide aid or treatment of
some kind. This type of professional interaction arouses strong
feelings of emotional and personal stress, which are often
disruptive and incapacitating. Employees who face stress that
sustain for long periods of time may finally come to a situation
that they cannot cope successfully with such stress and are
unable to maintain the caring and commitment that they initially
brought to the job. A condition called burnout is resulted
(Maslach Pines, 1977 Maslach, 1978).
9Edelwich and Brodsky (1980) offered several reasons to explain
why helping professionals are more prone to burnout.
1. Noble aspirations and high initial enthusiasm
The human service professionals set goals far too high to
achieve. Unpleasant experiences reveal that they are too
grandiose and idealistic to achieve, and frustration
results.
2. Lack of criteria for measuring accomplishment
The fact that it is hard to maintain a continuous relation-
ship with the helpee, and there is no standard length of
time of service before evaluation is made make it
difficut to measure how far and how much the helping
professionals have achieved.
3. Low pay at all levels of education, skill, and responsi-
bility
Initially the helping professionals may be enthusiastic,
and willing to sacrifice, but later when their
enthusiasm wanes, they will feel painful with the low pay
when compared with the higher pay of their school mates and
counterparts.
4. Upward mobility through the administrative channel
Once the helping professionals are promoted to the
administrative post, they lose their job satisfaction
when they get divorced from their colleagues and helpees.
They resent being administrators but are unwilling to stay
at powerless, low-paying positions.
5. Sexism
Women are employed in positions of structured inferiority.
Sexual stereotyping influences job assignment, allocation
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of responsibilities, and standards of conduct on the job.
Sexual polarization commonly reinforces polarization by
rank and status. Female helpers tend to be frustrated when
sexism exists.
6. Inadequate funding and institutional support
The.funds are allocated according to the political require-
ments rather than the needs of the clients. This may result
in the, helper's proposal and recommendation being neglected
and decisions reversed or simply not acted upon.
7. Inefficient use of resources- the dilemma of case management
Not knowing that they have to abandon certain clients, the
helpers try to provide help and a disproportionate amount
of time to those who do not respond to help at all, as well
as to those who are ready to respond. This principle of case
management cannot be taught explicitly but they have to
find it out through hard experience. This can be a source
of frustration.
8. High public visibility coupled with popular misunderstand-
ing and suspicion
The human service is susceptible to media sensation. The
story that reaches the newspaper or TV is' usually the
occasional scandal, the dramatic recidivist and abuse. In
this case, the helper is readily discouraged and frustrated.
Definitions of Burnout
Freudenberger is usually given credit for being the first to
use the term.burnout in its present sense: to denote a state of
physical and emotional depletion resulting from conditions of
work (Farber, 1983).
Although the first article about burnout appeared in the
11
mid-1970s, there is no single definition of burnout that is
accepted as standard. Definitions vary from each other to greater
or lesser degrees. Some definitions are limited, while others are
more wide-ranging some refer to a purely psychological
condition, while others include acute behaviors some describe a
state or syndrome while others talk about a process. Still, some
make reference to causes while others to effects in defining
burnout (Maslach, 1982). Concepts and definitions used by some
researchers of 1job burnout are presented below.
It is Freudonge'rger's initial paper in 1974 that brought the
topic to public awareness. According to Freudenberger (1974,
1977), workers in the helping professions would find themselves
under increasing pressure to succeed (in helping others), would
demand more of themselves than they are able to give, and finally
wear themselves out, becomes exhausted because of excessive
demands on energy, strength, and resources.
In their paper about workers in day-care setting, Maslach and
Pines (1977) defined burnout as the loss of concern for the
people with whom one is working. In addition to physical
exhaustion and illnes, burnout is characterized by an emotional
exhaustion in which the helper no longer has any positive
feeling, sympathy, or respect for clients or patients. A cynical
and dehumanized perception of these people often develops. They
are blamed for creating their own difficulties, and are
labelled and treated in derogatory ways.
Mattingly (1977) defined burnout as a painful and personally
destructive response to excessive stress in her study of burnout
of clinical child-care workers.
Edelwich and Brodsky (1980) used the term burnout to refer to a
12
progressive loss of idealism, energy, and purpose experiened by
people in the helping profession as a result of the conditions of
their work which range from insufficient training to client
overload, from too many hours to too little pay, from inadequate
funding to ungrateful client, from bureaucratic or political
constrai-nts to inherent gap between aspiration and
accomplishment.
Schwab and Iwanicki (1982b) referred to those teachers who are
unable to cope with the stress resulting from the impact of
problems like declining enrolments, staff reduction, poor public
opinion regarding education, a rise in violence and vandalism,
and tight budget constraints on their performance as burnout.
Borthwick et al. (1982) referred burnout to a gradual
diminishment over a period of years of commitment and enthusiasm
by teachers for the job.
In his search for a model for teacher burnout, Flint (1982)
defined burnout as the state of exhaustion, despair, and futility
resulted from the. belief that achievement and satisfaction in
teaching is either not possible or not worth the effort required
to produce it.
Sarros (1986) conceptualized burnout as a maladaptive coping
mechanism to conditions of work which are stressful and
demanding, or lacking in sufficient challenge and recognition.
In all, despite the differences among the definitions of
burnout, Maslach (1982) also noted that there are similarities.
There is general agreement that burnout occurs at individual
level. It is an internal psychological experience involving
feelings, attitudes, motives, and expectations. It is also a
.negative experience for the individual concerning problems,
13
distress, discomfort, dysfunction, and/or negative consequences.
Dimensions of Burnout
Maslach and Jackson (1981) performed factor analysis on the
data gathered from 1025 workers in the helping professions and
found three factors with eigenvalues greater than one. These
factors are emotional exhaustion, depersonalization, and personal
accomplishment. Maslach and Jackson thus viewed burnout as a
multidimensional construct which cannot be represented by an
overall score.
(1) Emotional exhaustion
It is the feeling of being emotionally drained, and the
staff person no longer has any positive feeling,
sympathy, or respect for clients. As emotional resources
are depleted, the helping professionals feel that they
are no longer able to give of themselves as in the past.
(2) Depersonalization
It is also known as dehumanization. Individuals burned
out in this dimension tend to develop negative, cynical
attitudes towards their clients.
(3) Personal accomplishment
It is a sense of personal worth in relationship to
one's job. Individuals burned out in this dimension tend
to evaluate themselves negatively, particularly in
regard to their clients, and they lose the feelings
of accomplishment derived from their jobs.
In a review, paper on job burnout, Perlman and Hartman (1982)
content analysed the various definitions of burnout which
appeared in the literature from 1974 to 1980, and found that
there are three components of burnout:
14
(1) Emotional and/or physical exhaustion
(2) Lowered job productivity
(3) Overdepersonalization
Maslach (1982) pointed out that though different researchers
placed different emphases on particular dimensions and used
different terminology to describe burnout, a definite pattern is
discernible. The first and the dimension on which there is the
most agreement among researchers is exhaustion. It is also
described as wearing out, loss of energy, depletion,
debilitation, and fatigue. Although sometimes this exhaustion is
a physical one, more often a psychological or emotional
exhaustion is described as central to burnout- a loss of feeling
and concern, trust, interest, and spirit.
The second dimension in the pattern is a negative shift in
response to others- depersonalization, negative or inappropriate
attitudes towards clients, loss of idealism, and irritability.
The third dimension is a negative response towards oneself and
one's accomplishment. It is also described as depression, low
morale, withdrawal, reduced productivity or capability, and an
inability to cope.
It can be seen that there is much agreement among the analysis
and synthesis by Perlman and Hartman (1982) and Maslach (1982).
In the present study, burnout is defined as the teachers'
perceived state of emotional-exhaustion, the developed negative,
cynical attitudes and feeling towards students, and the tendency
of teachers to evaluate themselves negatively, particularly
in regard to their work with students.
15
Sources of Stress
In a study conducted by Pratt (1978) on perceived stress among
primary school teachers in U.K., teachers were asked to respond
to the Teacher-Event Stress Inventory (TESI) which consisted of
43 items describing potentially stressful events. A cluster
analysis of the 43 TESI items resulted in six clusters which were
labelled staff relations, non co-operative children, inadequate
teaching, aggressive children, extra jobs, and concern for
children's learning.
Kyriacou and Sutcliffe (1978b) in a study to investigate the
prevalence, sources, and symptoms of stress among school teachers
in medium-sized mixed comprehensive schools in U.K. found out
that about 20% of the teachers rated being a teacher as either
very stressful or extremely stressful. Out of the 51 items of
stress, the teachers found the following items more stressful to
them:
Pupils' poor attitudes to work
Trying to uphold/maintain values and standards
Poorly motivated pupils
Covering lessons for absent teachers
Too much work to do
Lack of time to spend with individual pupils
Individual pupils who continually misbehave
A principal component analysis of the sources of stress revealed
factors labelled pupil misbehavior, poor working conditions,
time pressure, and poor school ethos. These four factors
accounted for 52.0% of the total variance. The items with high
loadings are noisy pupils, difficult classes, and difficult
behavior problems for the factor pupil misbehavior poor career
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structure, poor promotion opportunities, inadequate salary, and
shortage of equipment for the factor poor working conditions
not enough time to do the work, too much work to do, and
administrative work for the factor time pressure inadequate
disciplinary policy of school, lack of consensus on minimum
standards, and attitudes and behavior of headmaster for the
factor poor school ethos.
In Coldicott's (1985) study conducted in a U.K. school, the
greatest sources of stress to the teachers there were difficult
individual pupils, trying to maintain and raise the standards,
and lack of promotion prospects.
In an investigation of teacher stress in Nevada, U.S.A., 1,468-
teachers completed a questionnaire of 49 potential sources of
stress. The eight most stressful items rated by them were
overcrowded clssrooms, threat of lawsuit, student violence,
paperwork, disagreement with principal, involuntary transfers,
discipline, and loss of personal time (Saville, 1981).
In a study of stress among 303 American public school teachers
in Iowa, it was found that the most stressful events were those
involving school administrators (e.g., administration does not
support you in a conflict with a parent). Events involving
other teachers (e.g., another teacher does not behave
professionally), and parents (e.g., parent blames you for a
student's dislike of school).were the next most stressful
(Cutrona Russell, in press).
Role Conflict and Role Ambiguity
In investigating the factors related to burnout, Maslach (1978)
made the following suggestion in regard to direction of research
17
on job burnout:
From my own research vantage point, I have concluded that
burnout is best understood (and modified) in terms of social
and situational sources of job-related stress (p.114).
Various studies had identified the situational factors of role
conflict and role ambiguity as important contributors to job
stress and burnout in organizations (Rizzo, House, Lirtzman,
1970 Kahn, 1978 Katz Kahn, 1978) including professional child
care work (Mattingly, 1977), and educational institutions
(Dunham, 1976 Schwab Iwanicki, 1982b Schwab, Jackson,
Schuler, 1986).
Role Conflict And Role Ambiguity in Organizations
According to Blau and Scott (1962), the two major aspects of a
social organization are its social structure and culture. Social
structure refers to the networks of social relations between
individuals in a group or among groups in a social organization.
Culture in a social organization refers to the shared values,
social norms, and roles. The school has been considered as a
special kind of social system with its own social structure and
culture (Owens, 1981 Hoy Miskel, 1987).
In the Getzels-Guba Systems Model (Getzels Guba, 1957), the
two basic elements of a social system are (1) the institution,
defined in terms of certain roles and expectations which are
organized to fulfil the goals of the system and (2) the
individual, defined in terms of personalities and needs of the
system's actors, who provide the energy to achieve the goal of
the system. According to Getzels and Guba, roles in a system
represent positions and statuses within the institution. Roles,
which are defined in terms of expectations, are variable, and
18
derive-their meaning from other roles in the system. In a school,
the positions and statuses include the- principal, deans of
various disciplines, department heads, teachers, students, and
custodial positions. The expectations of a certain position
specify the appropriate behavior. Expectations of some roles are
more critical and rigid, while others are more flexible and not
precisely prescribed.
According' to Rizzo, House, and Lirtzman (1970), expectations
define behavioral requirements or limits ascribed to the role by
the focal person filling that position, or by others who relate
to the role or simply have notions about it. The expectations are
conditioned by general experience and knowledge, values,-
perceptions, and specific experience with focal persons. They
serve as standard for evaluating the worth or appropriateness of
behavior, and they tend to condition or determine such behavior.
The school which is established for a specific purpose
(educating children), is considered a formal organization. The
model of a formal organization as a social system also suggests
that potential conflicts are possible in and among the dimensions
of the system. In addition, conflicts between the system
components and the environment are possible, such as the case
when role expectations within the organization and the value
structure of the community are incompatible with each other '(Hoy
Miskel, 1987).
Kahn, Wolfe, Quinn, Snoek, and Rosenthal (1964), and Katz and
Kahn (1978). identified four types of role conflict that are
fairly common in organizations.
1. Person-role conflict occurs when on-the-job role
requirements are incompatible with the individual's need or
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values.
2. Inter-role conflict occurs when two or more roles held by
the same person give rise to conflicting demands.
3. Intrasender conflict occurs when a single role-sender (e.g.
the supervisor) presents an individual (e.g. the subordinate)
with two or more incompatible orders or expectations.
4. Intersender conflict occurs when there is a disagreement
between the orders or expectations of two or more ro l e-
sender.
Role ambiguity means uncertainty about what the occupant of a
particular office is supposed to do (Katz and Kahn, 1978).
Ambiguity exists when an individual has insufficient information
about his or her work role- where there is uncertainty
concerning the scope and responsibilities of the job and
uncertainty about what coworkers expect (McLean, 1979).
Cedoline (1982) pointed out that role conflict and role
-ambiguity may occur independently of one another. Role conflict
deals with expectations of people involved with work, while
role ambiguity deals with the nature and degree of expectation,
and both produce distress.
Role Conflict And Role Ambiguity in Schools
Dodds (1974) reported that teachers felt their role had become
more diffused. Role conflict and role ambiguity in schools are
due to poor communications between teachers within the school or
between teachers and other adults outside the school (Dunham,
1976).
Phillips and Lee (1980) described a typical American public
school as follows:
In the typical American public school, teacher must deal
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with many expectations,-including signing- admission slips,
issuing hall passes, taking attendance, making announce-
ments, collecting late assignment, etc. At the same time the
teacher wants to individualize instruction, foster creative
thinking, personalize reinforcements, be innovative, and
administer discipline fairly and effectively. During the
school day, the teacher also is called upon for lunchroom
duty, hall monitoring, homeroom duties, and completing state
attendance registers. There also are conferences with
parents, attendance at PTA meetings, sponsorship of extra-
curricular activities, and attendance at teacher workshops.
(p.96)
Phillips and Lee pointed out that these activities of teachers
are incompatible and teachers' role are contradictory.
Furthermore, there may be incompatibilities between the teacher's
role expectation and his or her perception of what the role
actually is. Teachers may feel that teaching should have high
status, but perceive that it does not.
Edgerton (1977) argued that one set of roles taken by teachers
involve supervisory, directive, executive and evaluative
functions, while another set of roles involves intellectual
leadership and counselling activities, supportive, advisory, and
knowledge-oriented functions. Edgerton considered these two sets
of roles are in basic conflict with each other.
Public schools have traditionally been organized for mass
education. However, teachers recognize the discrepancy between
the necessity of dealing with total classes and the ideal of
individual instruction which is actually not possible for the
present class size. Teachers, too, know that they should provide
21
an excellent education program for all children assigned to them,
but they also know that it is nearly impossible. These conflicts
are extremely frustrating. Guilt accumulates as teachers admit to
themselves that they should be doing more for some children.
Frustration is accelerated as parents demand greater
accountability (Cedoline, 1982).
There are also conflicting social and cultural demands placed
upon the school system. For example, industry demands that the
school teach children about career and jobs some parents demand
emphasis upon basic skills while others demand enrichment and
social skills many civic groups demand citizenship and value
training church groups demand moral education and time for
religious activities. Although each demand may be important, it
is true that the school cannot teach everything to everybody. As
demands increase, teachers get frustrated (Cedoline, 1982).
In 'Schwab and Iwanicki's study (1982b) of 469 classroom
teachers, they found that role conflict accounted significantly
for the variance in emotional exhaustion and depersonalization,
while role ambiguity accounted significantly for the variance in
personal accomplishment dimension of burnout. This supports the
findings of Rizzo et al. (1970) that role conflict and role
ambiguity represent distinct aspects of organizational stress.
Schwab et al. (1986) also found that role conflict and role
ambiguity were significantly related to different aspects of
burnout experienced by teachers.
Teachers' Background Characteristics
The relationship between teachers' background characteristics
and +hP hturnnut experienced by them was investigated in a number
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of studies (Borthwick et al. 1982 Schwab -Iwanicki, 1982a
Connoly Sanders, 1986 Russell et al.,. 1987). The levels of
burnout were all measured by the Maslach Burnout Inventory (MBI),
which produced data on three aspects of burnout- emotional
exhaustion, depersonalization, and personal accomplishment.
Marital Status
The results were not consistent among researchers. Single
teachers encountered greater burnout in emotional exhaustion and
depersonalization (Gold, 1985), and in personal accomplishment
(Russell, Altmaier Van Veizen, 1987). However, Schwab and
Iwanicki (1982a) and Farber (1984) in surveys of public school
teachers found no marital status differences in burnout level.
Sex
Sex was found to be a significant predictor of teacher burnout
(Borthwick et al.,1982 Schwab Iwanicki, 1982a Connolly
Sanders, 1986 Russell et al., 1987).
Schwab and Iwanicki (1982a) found that male teachers
experienced more frequent and intense feeling of depersonal-
ization. Connolly and Sanders (1986) found that male teachers
were more emotionally exhausted and felt less in the personal
accomplishment dimension of the MBI. In Russell et al.'s study
(1987), male teachers reported higher level of depersonalization.
Borthwick et al. (1982), however, found that female teachers
exhibited a higher level of burnout. They suggested that females
would be more likely to be'affected by family obligations such as
care for children, and family buying, which may induce stress for
them.
Age
Age was found to be a significant predictor of teacher burnout
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(Borthwick et al., 1982 Schwab Iwanicki, 1982a Russell e
al., 1987).
Borthwick et al. (1982) found that younger teachers are more
burned out. In Schwab and Iwanicki's study (1982a), youn,
teachers within the age range of 20-39 were found to have
exhibited more depersonalization behavior towards their students
Russell et al. (1987) found that age was a significant
predictor of work related stress. In the same study, younger
According to Cherniss, Egnatios, and Wacker (1976), younger
public professionals tend to burn out more easily when they havE
an unrealistic feeling of what a professional can or cannot do.
When their expectations cannot be met, they feel frustrated.
Moreover, they easily become victims of burnout with their
inadequate training in handling practical matters and ignorance
of such a professional affliction.
Grade Level Taught
Grade level taught by the teacher was found to be a significant
predictor in one or more aspects of burnout (Borthwick et al.,
1982 Schwab Iwanicki, 1982a Connolly Sanders, 1986 Russell
et al., 1987).
Borthwick et al. (1982) found that secondary teachers exhibited
higher level of measured burnout on the MBI scale. In Schwab and
Iwanicki's study (1982a), secondary teachers experienced more and
intense feeling of depersonalization and less personal
accomplishment. Connolly and Sanders (1986) found that secondary
teachers experienced more depersonalization. Russell et al.
(1987) also reported that secondary teachers experienced higher
experienced more intense feeling in emotional exhaustion and
teachers reported greater emtional exhaustion.
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level of depersonalization and less feeling of personal
accomplishment.
Working with adolescents in a high school environment may be
more stressful than working with younger students. Failure of the
students adds to the guilty feeling of the teachers as they
assume -for the blame. The lower burnout level of elementary
teachers might be due to the more supportive environment of
the elementary school to the teachers (Borthwick et al., 1982).
Secondary school students are more stress-inducing. The
teachers have to deal with the types of problems that face
adolescent and young adults, and have to address to these
problems within the confines of the school organization. These
affect teachers' attitude towards students and their own personal
feeling of accomplishment on the job (Schwab Iwanicki, 1982a).
Years of Teaching Experience
Borthwick et al. (1982) found that teachers with fewer
years of teaching experience exhibited a higher level of measured
burnout. They were not mature enough and lacked the coping
ability to handle daily stress of school. They. were also not
sensitized to the stress demand of the teaching profession and
had no previous training on coping with stress. After teaching
for a longer period of time, coping skill is gained, and they
would not be burned out so easily.
Connolly and Sanders (1986) also found years of teaching a
significant predictor of, teacher burnout but affected in a
different direction. Teachers with more teaching experience were
more emotionally exhausted and had less personal accomplishment.
Connolly and Sanders argued that their findings were in agreement
with the findings by Liebes (1984) who regarded this period of
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stress as the miallte professional crisis
Personality
There is growing evidence that differences in personality
dimensions are related to job-stress (McLean, 1979 French,
Caplan, Harrison, 1982 Terborg, 1985). Arnold and Feldman
(1986) pointed out that not everybody experiences the same level
of stress, and not everybody responds to stress in the same way.
Sales (1969) found that persons who were rated as hard-driving,
persistent and involved in their jobs experienced more overload
than those without these characteristics. Organ and Greene (1974)
pointed out that internals had lower perceived role ambiguity and
higher job satisfaction than externals. Pratt (1978) employed
the Eysenck Personality Inventory in his study of school
teachers found that there were significant correlations between
reported stress and both neuroticism and extraversion.
Terborg (1985) pointed out three aspects to show how
personality can affect the level of stress experienced by a
person:
First, people with certain characteristics might be more
likely to seek situations that while stimulating might also be
stressful. Individuals with high need of achievement might accept
additional job responsibilities in their striving for success.
Overload may then be a job stressor.
Second, personality can affect the perception and cognitive
interpretation. of events. People who are unable to tolerate
ambiguity might be more likely to experience cognitive
uncertainty, which could finally lead to stress.
Third, people with different personality may adopt different
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coping method when faced with stress. Individuals with interna:
locus of -control believe in personal power and control anc
who are primarily responsible for what happens to them, might us(
more active coping strategies.
Type A Personality
Recently, there has been much attention on how a set of
personality characteristics known as Type A affect the perceptior
of job-related stress and the subsequent experience of
psychological and physical strain (McMichael, 1978 Chesney 6
Rosenman, 1980 French et al., 1982 Levi, 1983).
Cardiologists Meyer Friedman and Ray Rosenman identified Type P
behavior pattern in their study of predictors of coronary heart
disease. Type A individuals are characterized as hard driving,
persistent, involved in work, oriented toward leadership and
achievement, and having a sense of time urgency. Type P
individuals are characterized as having the opposite
characteristics. The predictive association of Type A behavior
pattern with coronary heart disease was confirmed in a large
sample, longitudinal study which lasted for 8.5 years, the
Western Collaborative Group Study (WCGS) in America (Rosenman et
al., 1964, 1975). When compared with Type B's, Type A's were
twice as prone to clinical coronary heart disease, five times as-
prone to having a second myocardial infraction, and twice as
prone to a fatal heart attack.
Friedman and Rosenman (1974) defined Type A personality as an
action-emotion complex that can be observed in any person who is
agressively involved in chronic, incessant struggle to achieve
more and more in less and less time, and if required to do so,
against the opposing efforts of other things or other persons.
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Brief, Schuler, and Van Sell (1981) summed up the character-
istics of Type A persons, and pointed out that Type A persons
are those who
1. Work long, hard hours under constant deadline pressure and
conditions for overload.
2. Often take work home at night or on weekends and are unable
to relax.
3. Constantly compete with themselves, setting high standards
of productivity that they seem driven to maintain.
4. Tend to become frustrated by the work situation, to be
irritated with the work efforts of others, and to be
misunderstood by superiors.
Type A Personality, Role Stress, and Strain
In Caplan and Jones' study (1975) of 73 male users of a
university computer system in a supposedly stressful time which
were three days before a 23-day shutdown, they confirmed
previous findings that role ambiguity was positively associated
with anxiety, depression, and resentment and work load was
positively associated with anxiety. Caplan and Jones further
noted that the relationship between work load and anxiety .was
greatest for Type A persons who suffered most from stress.
Orpen (1982) conducted a study to investigate the relations among
role stress (role ambiguity, role conflict, role overload),
physical (headaches, dizziness, shortage of breath, nausea,
fatigue), and psychological (anxiety, resentment, depression)
strain. He found that Type A persons experienced more stress in
their jobs than did Type B persons, i.e. they felt their jobs
were characterized by more role conflict, role ambiguity, and
role overload than did their Type B counterparts in the same job.
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He further noted that Type A.persons were more adversely affected
by these role stress than were Type B persons. The relationships
between role conflict and physical strain, and between role
conflict and psychological strain were significantly positive and
higher among Type A persons. These findings indicated that Type A
personality moderated the effect of role stress on various
measures of individual strain.
Orpen (1982) suggested that Type A persons tend to create
conflict and overload in whatever jobs they happen to be doing,
as a result of their striving, competitive outlook on work. By
striving to attain their personal goals at whatever cost, Type A
persons may set other people against them, thereby increasing
role conflict. Furthermore, Type A persons may take on additional
duties and tasks as a result of their drive for achievement and
responsibilities. This, however, increases their likelihood of
experiencing role overload.
Main Effect and Buffering Effect of Type A Personality
In Orpen's (1982) study, Type A persons experienced more stress
and strain than did Type B persons. Type A personality is said to
exert a main effect on stress and on its resulting strain.
In the studies by Caplan and Jones (1975) and Orpen (1982), the
relationship between role stress and strain was significantly
higher among Type A persons. Type A personality is said to
exhibit a moderating or buffering effect on the relationship
between stress and the resulting strain.
Social Support
It has been pointed out by many researchers and practitioners
in organizational behavior and psychology that people can
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strongly influence each other's lives. The quality of work life,
such as expressed by job satisfaction, can be strongly
influenced by the words and activities of supervisors, coworkers,
or almost anyone who is somehow important to the individual
employee (Beehr, 1985). Human service organizations are not
mechanical, lifeless structure they are composed of people who
work in them, and manage them. The relationship among these
people has a critical effect on job stress and burnout (Cherniss,
1980).
Meaning of Social Support
Cobb (1976) defined social support as the information that
leads the subject to believe that he or she is cared for and
loved, esteemed and valued, and belongs to a network of
communication and mutual obligation. These three aspect of social
support were later referred by Cobb (1979), as emotional support,
esteem support, and network support.
People may be said to have social support if they have a
relationship with one or more other persons which is
characterized by relatively frequent interactions,- strong and
positive feelings, and especially perceived ability and
willingness to lend emotional and/or instrumental assistance in
times of need (House Wells, 1978). McLean (1979) and Cedoline
(1982) defined social support similarly.
Lin (1986) defined social support as the perceived or actual
instrumental and/or expressive provisions supplied by the
community, social network and confiding partners.
Formal and Informal Sources of Social Support
Sources of social support can be classified into formal or
informal (House, 1981). Beehr (1985) referred these as secondary
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and primary sources of social support respectively. Formal
sources of social support are those people-or professionals whc
because of their job nature provide specific services to those
who come for it. They include physicians, nurses, social workers,
psycho-therapists, psychologists, counselors, and clergy.
Informal-sources of social support are those people who provide
social support to other people as a part of friendship or
relationship. The most typical examples of such sources of social
support in the presence of stress are family, friends, and
coworkers (House, 1981). The primary-secondary distinction of
sources of social support is a continuum rather than a
dichotomy, and it depends on the degree of intimacy that the
person has with the sources (Beehr, 1985).
As far as occupational stress and burnout are concerned,
informal sources of social support are more important. The
extreme of the formal sources is relatively less important,
because these people may only provide social support less
frequently and less deeply than intimate friends. The
present study focuses on informal or relatively informal sources
of social support for the following reasons as suggested by House
(1981).
First, when people are asked to name actual sources of social
support, informal sources are more commonly mentioned. Second,
these sources are the most truly perceived forms of social
support, and if effective,* there is no need to seek for
professionals. Third, empirical studies show that these sources
are very effective in reducing stress, improve health and buffers
the impact of stress on health.
House (1981) further pointed out why informal sources of social
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support are so uniquely effective. Specifically, informal
relationships are usually based on mutual respect and relative
status equality. Support may be more meaningful and more easily
accepted when coming from a respected peer. Moreover, informal
support is usually a spontaneous act, rather than a role-required
behavior, such as that of a counselor.
Sources of Social Support in the Workplace
Existing empirical evidence strongly suggests that supportive
social relationship with superiors and coworkers would reduce
levels of occupational stress (House Wells, 1978 Cedoline,
1982).
Supervisor Support.
Since the supervisor is higher in the organizational hierarchy
than the subordinate, it stands to reason that support from this
source will be relatively important for the subordinate (Beehr,
1985).
Constable and Russell (1986), in a study of burnout among
nurses, found that nurses who evaluated their supervisors as
being supportive were less burned out in the emotional exhaustion
dimension. In another study, Russell et al. (1987) reported that
teachers with supportive supervisors were less burned out. They
experienced less emotional exhaustion, had more positive
attitudes towards students, and felt greater personal
accomplishment.
Coworker Support
Beehr (1985). considered it as the second major type of support
in the work place. House and Wells (1978) pointed out that
supportive coworkers are less likely to create interpersonal
pressure or tension. Cherniss (1980) suggested five reasons to
32
explain why social support from colleagues can help reduce job
stress and burnout. First, discussing work problems with41
colleagues can be a cathartic experience that reduce emotional
tension and helps the worker acquire better perspective and
understanding. Second, colleagues are invaluable source of
technical information and practical advice. Third, colleagues
provide a frame of reference and feedback by which the staff
person may gauge the impact and quality of his or her work.
Fourth, colleagues can provide a united front in conflicts with
the organization or community groups. Finally, colleagues can be
an important source of stimulation when one can discuss work
experiences with colleagues, those experience often become more
interesting and meaningful.
Extraorganizational Support
Beehr (1985) suggested that sources of support outside the
workplace is also important. This include family members,
friends, and relatives. Payne (1980) noted that the major
functions of the family is to provide support, and the support
provided from the work group often lacks quality and quantity.
Research clearly suggests that support from outside the
workplace, most notably from spouse (House, 1981), friend and
family relationships (Cutrona Russell, in press), can be
important sources in assisting one in coping with job-related
stress and reducing occupational'strain such as burnout.
To sum up, supervisor,'coworkers, spouse, friends, and
relatives form a social network from which one obtains social
support.
Types of Social Support
According to House (1981), there are four broad types of
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social support, which are emotional, instrumental, informational,
and appraisal support.
Emotional support involves providing empathy, care, love, and
trust. When individuals think of people being supportive toward
them, they think mainly of emotional support which seems to be
the most important type of social support. Instrumental support
involves helping other people do their work or taking care of
them. Information support involves providing a person with the
information he can use in coping with personal and environmental
problems. Appraisal support involves transmission of information
relevant to self-evaluation such as affirmation, feedback, and
social comparison.
Social Provisions
Robert Weiss's model of social provisions was chosen as the
conceptual framework in the studies of relations among social
support, burnout, and health by Daniel Russell and his colleagues
at the University of Iowa, because it encompasses a broad range
of interpersonal functions, and it also incorporates the major
elements of most current conceptualizations of social support
(Russell Cutrona, 1984 Cutrona, Russell, Rose, 1986 Russell
et al.,1987 Cutrona Russell, in press). The six different
social provisions that may be obtained from relationships with
others are attachment, social integration, reassurance of worth,
reliable alliance, guidance, and opportunity for nurturance. Each
of these provisions is most often obtained from a particular kind
of relationship, but multiple provisions may be obtained from the
same person.
1. Attachment, the emotional closeness from which one derives
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a sense of security and safety, is usually provided by th
spouse, but may also be derived from close friendship of
family relationships.
2. Social integration, a sense of belonging to a group of
people who share similar interests, concerns, and recreations
activities, is usually obtained from friends. Such ties may
provide comfort, security, pleasure, and a sense of identity
3. Reassurance of worth, the recognition of one's competence,
skills, and value by others, is usually obtained from co-
workers.
4. Reliable alliance, the assurance that one can counted or
others for assistance under any circumstances, is usually
provided by family members.
5. Guidance, advice or information, is usually obtained through
relationships with trustworthy and authoritative individuals
who can provide advice.
6. Opportunity for nurturance, a sense that others rely upon
one for their well-being, is usually obtained from one's children
and spouse.
Russell et al.( 1987), and Cutrona and Russell (in press), in
a study of teacher burnout, found out that reassurance of worth
was the most important social provision related to burnout. All
the three subscales of the Maslach Burnout Inventory were
significantly related to this kind of social provision. Teachers
who indicated that other people respected their skill and
abilities reported less emotional exhaustion, more positive
attitudes toward students, and greater personal accomplishment.
They also found out that feelings of depersonalization were also
significantly related to reliable alliance. Teachers who
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reporzea less aepersonalization indicated that there were people
they can count on in an emergency.
Mechanism of Social Support: Main Effects and Buffering Effects
Researchers have consistently found out that occupational
stress has deleterious effects on mental and physical health
(Gore, 1978; McLean, 1979; House, McMichael, Wells, Kaplan, &
Landerman, 197;9 Lin, Simeone, Ensel, & Kuo, 1979). According to
House (1981), social support can modify or counteract this











Figure 1. Potential effects of social
support on work stress and health.
From "Work Stress and Social Support"
by J.S. House, 1981, p.31.
First, social support can directly enhance health and
well-being because it meets important human needs for security,
social contact, approval, belonging, and affection (arrow c of
Figure 1). Second, support, at least from people at work, can
directly reduce- levels of occupational stress in a variety of
ways (arrow a), and hence indirectly improve health (via arrow
d). These two effects of social support are termed main effects,
and is shown graphically by Figure 2(b). The slope of the
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relationship between stress and health is unaffected by levels of
support which indicates that social support' only exerts a main
effect.
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c. Support Improves Health
and Buffers
Figure 2. Different patterns of effects of
social support and occupational stress on
health.
From "Work Stress and Social Support" by
J.S. House, 1981, p.33.
Third, social support can mitigate or buffer the impact of
occupational stress on health (arrow b of Figure 1). Here, social














rather modifies the relation between them. Figure 2(a) shows a
pure buffering effect. According to the buffering hypothesis, in
the absence of soicial support, physical and/or mental disorders
should increase as occupational stress increases. However, as the
levels of social support rise, occupational stress would has no
effect on health (House & Wells, 1978; House, 1981). A pure
buffering model of social support predicts no beneficial
effect on health among persons with little stress, but becomes
increasingly apparent as stress increases.
Figure 2(c) shows the case where social support has both a main
effect on health and a buffering effect on the relationship
between stress and health. Here, the three lines are not
parallel, and this indicates a buffering effect. Even when stress
is low, people with high support are. healthier, and this
indicates a main effect of social support on health.
LaRocco and Jones (1978) reported only main effects of social
support, while House and Wells (1978) reported evidence of
buffering effects in their studies of occupational stress: In a
recent review of social support, Cohen and Wills (1985) concluded
that there is evidence consistent with both the main-effect model
and the buffering model.
Russell et al. (1987), and Cutrona and Russell (in press)
reported interaction between social support and stress level in
their study of teacher burnout. The results obtained thus support
the buffering hypothesis. High levels of social support, the
social provisions of reassurance of worth and reliable alliance
were shown to lessen the effect of stress on burnout by lowering




In reviewing recent studies in occupational stress, social
support and health, LaRocco et al. (1980) presented a theoretical
model for their studies (Figure 3). In their model, there are 4
main elements: perceived job stress, job-related strain, mental
and physical health, and conditioning variables which are
characteristics of individual or situations that condition
(moderate or, specify) the relations between these variables.
Social support (House, 1974, 1981 House Wells, 1978 Etzion,
1984) and Type A personality (Caplan Jones, 1975 Orpen, 1982
Howard, Cunningham Rechnitzer, 1986) are two such conditioning
variables.
I PERCEIVED SOCIAL SUPPORT
4
1 5 3 6
2
Perceived Job- related Mental and
Job Stress a Strain b Physical Health
C
Figure 3. A model of potential relationships among
perceived occupational stress, social support, and health.
(Arrows 1 and 2 represent hypothesized buffering effects of
social support arrow 3, the hypothesis that social support
also ameliorates the effects of job-related strain on
health arrows 4, 5, and 6, hypothesized main effects of
social support arrows a, b, and c, hypothesized effects
from stress to job-related strain to health.)
From Social Support, Occupational Stress, and Health by
J.M. LaRocco, J.S. House, and J.R.P. French,, 1980, Journal
of Health and Social Behavior, 21, p.203.
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In the workplace, there are situations and conditions that may
lead to perceived job stress which is a perception that
enviromental demands exceed the abilities of the individual or
that enviromental supplies and opportunities will leave major
needs or motives of the person unmet (LaRocco et al., 1980,
p.203).
Perceived job stress such as excess work load or role conflict
may adversely affect general feelings of work, the so called job-
related strain. Harrison (1985) defined strain as deviation from
the normal response in the person as a result of stress. He also
identified psychological strains (job dissatisfaction, anxiety,
lower self-esteem), behavioral strains (increased smoking,
absenteeism) and physiological strains (high blood pressure,
elevated blood cholesterol). As these strains continue over time,
their effects acculminate in various kindstof clinical illness
including physical (e.g., heart disease, peptic ulcer) and mental
(e.g., acute or chronic clinical depression) illness. Whether the
perceived job stress affects job strain, and whether both of
them affect the physical and mental health depends on the
conditional variables that determine their relationships.
Jayaratne and Chess (1983) pointed out that the notions of
stress and strain and their physical and emotional impact are
extensively discussed in job satisfaction literature, but the
notion of burnout is never mentioned. One of the reason is that
the term burnout appears in the literature only very recently.
They further noted that the concepts of stress and strain are,
however, discussed similarily in both job satisfaction and
burnout literature. In their model of stress and strain, job
satisfaction and burnout are considered as job-related strains.
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In the model of job burnout (Fig. 4) proposed by Schwab, Jackson,
and Schuler (1986), aspects of burnout (emotional
exhaustion, depersonalization, and personal accomplishment) are
considered as psychological reactions caused by organizational
factors such as role conflict and personal factors such as
expectation for profession and background variables. However,
social support networks is not treated as a conditioning variable
as mentioned in previous job stress studies. Although Type A
personality is well documented in job stress lierature, it is not
included in this model.
Psychological ReactionsSources of Burnout Consequences(Aspects o) Burnout)
ORGANIZATIONAL FACTORS
Intention to
Role Conflict Leave Job
Role Ambiguity
Participation in Decision Making







Lower Quality ofBackground Variables
Personal lifeSex, Age
Figure, 4. Model of teacher burnout used to
determine predictors of burnout.
From Educator burnout: Sources and Consequences
by R. L. Schwab et al.', Educational Research




Model of Teacher Burnout
Based upon previous research on job stress and burnout (House,
1974 LaRocco et al., 1980 Schwab et al., 1986), and the
suggestion by Jayaratne and Chess (1982) that burnout is a job-
related strain, a .model of teacher burnout is proposed for the













Figure 5. Model of teacher burnout
The ultimate source of stress experienced by teachers comes
from the occupation itself. This, include school-related
stressful events (Kyriacou Sutcliffe, 1978a Russell et al.,
1987 Cutrona Russell, in press), and particularly, stress
related with teachers' role in school, the role conflict and role
ambiguity (Phillips Lee, 1980 Schwab and Iwanicki, 1982b).
Whether potential stressors are appraised as stressful depends
on the teachers' background and professional characteristics
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(Borthwick et al., 1982 Schwab & Iwanicki, 1982a Connolly &
Sanders, 1986), and conditioning variables of Type A personality,
and social support from their social network (Pines, 1983,
Russell et al., 1987).
The main or direct effects of Type A personality and social
support on stress are shown by arrows-a and d, and the level of
the resulted burnout by arrows c and f. The interaction or
buffering effects of Type A personality and social support on
burnout are shown by arrows b and e.
Definition of Variables in the Model of Teacher Burnout
1. Burnout is defined as the teachers' perceived state of
emotional exhaustion, the developed negative, cynical
attitudes and feelings towards students, and the tendency of
teachers to evaluate themselves negatively, particularly in
regard to their work with students.
2. Role conflict is defined as the simultaneous occurrence of
two or more sets of inconsistent expected role behaviors for
an individual (Schwab and Iwanicki, 1982b).
3. Role ambiguity is defined as the lack of clear, consistent
information regarding rights,. duties, and responsibilities
of a person's occupation, and how they can be best performed
(Schwab and Iwanicki, 1982b).
4. Type A personality is defined as an action-emotion complex
that can be observed in any person who is aggressively
involved in chronic, incessant struggle to achieve more and
more in less and less time, and. if required to do so,
against the opposing efforts of other things or other
persons. Type B personality is the opposite behavioral
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pattern to Type A's (Friedman Rosenman, 1974).
5. Social support is defined as the support accessible to an
individual through social ties to other individuals,
groups, and the larger community (Lin et al.,1979).
Instruments
1. Maslach Burnout Inventory (MBI)
The MBI (Maslach & Jackson, 1986) is designed to assess the
three aspects of burnout syndrome: emotional. exhaustion,
depersonalization, and lack of personal accomplishment. The
emotional exhaustion subscale assesses feelings of being
emotionally extended and exhausted by one's work. The
depersonalization subscale measures an unfeeling and impersonal
response towards recipients of one's service, care, treatment and
instruction. The personal accomplishment subscale assesses
feelings of competence and sucessful achievement in one's work
with people. Burnout is conceptualized as a continuous variable,
ranging from low to moderate to high degrees of experienced
feeling. A high degree of burnout is reflected in high scores on
the emotional exhaustion and depersonalization subscales, and in
low scores on the personal accomplishment subscale.
The original MBI (Maslach Jackson, 1981) had two response
dimensions: frequency and intensity. The frequency rating ranged
from 1 (a few times a year) to 6 (every day). The intensity
rating ranged from 1 (very mild, barely noticeable) to 7 (major,
very strong). A place was provided for the respondent to check
never if the feeling or attitude described was never
experienced. When never was checked, this response was coded as
zero for both the frequency and intensity of burnout on that
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item.
In Iwanicki and Schwab's (1961) study of burnout among
teachers, the correlations between the frequency and intensity
scores of the three dimensions of burnout are .89, .94, and .75.
Maslach and Jackson (1986) reported correlations ranging from .35
to .73, with a mean of .56. Maslach and Jackson pointed out that
the correlations are sufficiently high and the second edition of
the MBI assesses only the frequency of burnout, with rating
ranges from 0 (never) to 6 (every day). The present study also
use the frequency rating to assess the burnout level among the
teachers.
Maslach and Jackson (1986) pointed out that convergent validity
of the MBI can be demonstrated in three ways. First, an
individual's MBI scores are correlated with behavioral ratings
made independently by a person who know the individual well, such
as a spouse or coworker. Second, MBI scores are correlated with
the presence of certain job characteristics that were expected
to contribute to experienced burnout. Third, MBI scores are
correlated with measures of various outcomes that have been
hypothesized to be related to burnout. Maslach and Jackson
reported that there is substantial evidence for the validity of
the three subscales of the MBI.
Maslach and Jackson (1986) also provided evidence for
discriminant validity of the MBI by demonstrating that it can be
distinguished from measures of other psychological construct that
might be presumed to be confounded with burnout. Job
satisfaction, as measured by Job Diagnostic Survey was shown only
to have a moderate negative correlation with both emotional
,nY-a+inn (r=-.23, p.05) and depersonalization (r=-.22, p.02)
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and a slight positive correlation with personal accomplishment
(r=.17, p .06).
The original MBI (Maslach Jackson, 1981) was designed to
measure burnout in a variety of helping professions. The MBI Form
Ed, the Educator Survey (Maslach, Jackson, and Schwab, 1986) was
used for the present study. The term recipient of the original
MBI was changed to student in the Form Ed, because in the
teaching profession students are teachers' recipients.
Factor analytic studies of teacher burnout by Iwanicki and
Schwab (1981) indicated that the MBI Form Ed measures the same
basic constructs or factors as those identified through studies
in the helping professions. In regards to the internal
consistency estimates of reliabilities, they reported Cronbach
alpha of .90 for emotional exhaustion, .76 for depersonalization,
and .76 for personal accomplishment.
Gold's (1984) study with California elementary and.junior high
school teachers also supported the three-factor structure of the
MBI Form Ed. Gold reported Cronbach alpha of .88, .74, and .72
for emotional exhaustion, depersonalization, and personal
accomplishment, respectively.
2. Job-Related Stress Questionnaire (JRSQ)
The JRSQ, consisting of 53 items, was developed from the.
sources of stress used by Kyriacou and Sutcliffe (1978). Teachers
were asked to rate in response to the question As a. teacher, how
great a source of stress are the followings to you? on a five-
point scale (0 to 4) labelled no stress, mild stress, moderate
stress, much stress, and extreme stress.
3. Role Questionnaire (RQ)
The RQ was developed by Rizzo et al. (1970). The first eight
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items measured role conflict while the remaining six items
measured role ambiguity. Each item was rated by the teacher on a
Likert-type scale ranging from 1 (definitely not true) to 7
(extremely true). The role ambiguity items have to be reversely
scored since these items are worded positively. Higher subscale
scores on the RQ are indicative of higher levels of role conflict
and role ambiguity.
Schwab, Iwanicki, and Pierson- (1983) provided the construct
validity of RQ as applied to teachers. A principal component
analysis confirmed that the RQ measured the seperate constructs
of role conflict and role ambiguity as identified by Rizzo et al.
(1970). In regards to the reliability of each subscale of the RQ
for teachers Schwab et al. reported Cronbach's coefficient alpha
of .85 for role conflict, and .86 for role ambiguity.
4. Jenkins Activity Survey (JAS)
Type A personality can be assessed by a number of methods like
the Structured Interview, Framingham Type A Scale, and Jenkins
Activity Survey.
The Structured Interview (SI) was developed by Rosenman and
their colleagues (Rosenman et al., 1964). The SI was designed to
present the subjects with questions that elicit Type A behavioral
characteristics. Voice and videotape recordings of the interview
are then rated by judges on a global four-point scale, with the
emphasis on speech and motor characteristics, and on response
style rather than actual content of answers to the questions
asked by the interviewer.
The Framingham Type A Scale (FTAS) was developed by Haynes et
al. (1978) for use in the occupational stress research at the
University of Michigan. It consists of ten items from the
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interview questionnaire administered in the Framingham Heart
Study.
The Jenkins Activity Survey Form C (Jenkins, Zyzanski and
Rosenman, 1979b) used in the present study was the fifth edition
of the Jenkins Activity Survey. The JAS (Form C) is a self-report
multiple-choice questionnaire of 52 items designed to measure the
Type A behavior pattern which was found to be predictive of
coronary heart disease. The test gives scores on four scales:
the Type A scale assesses the multifactorial clinical construct
of the coronary-prone behavior pattern of Type A and three
factorially independent components of this broader construct:
Speed and Impatience (Factor S), Job Involvement (Factor J), and
Hard-Driving and Competitive (Factor H).
In this study, the Type A scale consisting of 21 items was used
to measure Type A personality of the subjects. For every item
within the scale, each item choice is associated with a weight,
and the sum of the weights is the Type A score.
The JAS Form C contains questions that assess everyday
behaviors thought to reflect the Type A behavioral pattern.
For example, it asks respondents to report on the speed or pacing
of activities (e.g. Has your spouse or a friend ever told you
that you eat too fast?), competitive drive (e.g..How often do
you bring your work home with you at night, or study materials
related to your job?), concern with deadlines (e.g. How often
are there deadlines on your.job?), and temper (How was your
temper when you were younger?).
The choosing of JAS for assessing Type A behavior in the
present study is due chiefly to the consideration that empirical
evidence indicates that the JAS taps primarily cognitive-
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perceptual factors more related to psychological processes than
the behavioral and physiological reactivity. primarily assessed by
the SI (Strube, Boland, Manfredo, Al-Falaij, 1987). Moreover,
the FTAS has not been shown to predict coronary heary disease
under cross-validation (Chesney Rosenman, 1980). House (1980)
also pointed out that the JAS is the most valid and widely used
questionnaire for measuring Type A personality.
5. Social Network Measure (SNM)
The SNM was developed by House (1980) to assess the social
support received from different members of the social network in
the context of occupational stress. It assesses the social
support from supervisor (6 items), coworkers (3 items), friends
and relatives (2 items), and spouse (2 items). House also
reported the Cronbach alpha of .88 for supervisor support, .75
for coworker support, .83 for friend and relative support,
and .92 for spouse support.
6. Social Provisions Scale (SPS)
The SPS was developed by Cutrona and Russell (in press) to
assess. the six relational provisions as provided by the teacher's
current social relationships. The six relational provisions are:
attachment (item 2, 11, 17, 21), social integration (items 5, 8,
14, 22), reassurance of worth (items 6, 9, 13, 20), guidance
(items 3, 12, 16, 19), reliable alliance (items 1, 10, 18, 23),
and opportunity for.nurturance (items 4, 7, 15, 24).
Cutrona and Russell (in press) reported Cronbach alpha of .747
for attachment, .673 for social integration, .665 for reassurance
of worth, .760 for guidance, .653 for reliable alliance, and .655
for opportunity for nurturance. They also. pointed out that the
instrument has adequate reliabilities for use in research.
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Validity for the SPS has been provided by significant relations
between social provisions scores and measures of the individual's
social network, satisfaction with different type of social
relationships, and loneliness. Moreover, research has also
indicated that scores on the SPS are predictive of adaptation to
stressful situations.
Research Method and Statistical Procedure
Since the present study examined the relationships among
perceived stress, Type A personality, social support, and burnout
when controlled for teachers' background variables, multiple
regression analysis was an appropriate statistical method to use.
The dependent variables are the scores of the three burnout
subscales and the independent variables are teachers' background
characteristics, job-related stress,,role conflict, role
ambiguity, Type A personality, social support from network
members, and social provisions.
(I) Teachers' background characteristics and burnout
Stepwise multiple regression analysis was conducted to examine
the relationship between teachers' background variables and
burnout. The three subscales of burnout- emotional exhaustion,
depersonalization, and personal accomplishment- served as the
dependent variables.
When a predictor variable was found to account for a
significant amount of variance in a particular burnout subscale,
a follow-up one-way analysis of variance with Duncan's multiple
comparision procedures was conducted to determine which between-
group differences contributed to the overall level of
significance.
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In all subsequent multiple regression analyses in which
subscales of burnout were the dependent variables, significant
teacher characteristics were entered at the first step. This was
followed by other predictor variables. In this way, one can
determine the amount of variance in burnout accounted for by the
predictor variables after controlling for the effects of
significant teacher background characteristics.
(II) Stress and Burnout
Job-related stress, role conflict, and role ambiguity were
entered into the regression equations in a stepwise fashion.
(III) Type A Personality and Stress
Job-related stress, role conflict, and role ambiguity were the
dependent variables. Type A personality, the predictor variable,
was entered into the regression equations.
(IV) Type A Personality and Burnout
In order to examine the main effect of Type A personality on
burnout, a hierarchical regression analysis was conducted and the
predictor variables were entered in the following order. First,
the significant background variables were entered into the
regression equation. Second, the significant stress predictors
were entered in order of their predicting power. Third, Type A
personality was entered into the equation..
In order to test the buffering hypothesis of Type A personality
on burnout, interaction product terms, created by multiplying
significant stress predictors with Type A score, were entered
into the regression equation after the significant Type A
personality.
(V) Social Support and Burnout
In order to examine the main effects of social support on
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burnout, a hierarchical regression analysis was conducted and the
predictor variables were entered into the equation in the
following order. First, the significant background variables were
entered. Second, the significant stress predictors were entered
according to their predicting power. Finally, social support
variables (social network and social provisions) were entered in
a stepwise fashion.
In order to test the buffering hypothesis of social support on
burnout, interaction product terms, created by multiplying each
of the significant stress predictors with social support
variables, were entered after significant social support in a
stepwise fashion.
(VI) Type A Personality, Social Support, and Burnout
In order to determine the order of predicting power of Type A
personality and various social support variables, Type A
personality and social support were entered into the regression
equation in a stepwise fashion. For testing the buffering
hypotheses, the stress and Type A personality interaction product
terms were entered in a stepwise fashion. The .stati sti ca l
procedures were similar to those described above.
Hypotheses
The hypotheses for the present study are:
1. There are significant relationships of background variables
such as sex, marital status,.and number of years of teaching
experience as mentioned in literature to each of the three
dimensions of burnout.
2. There are significant relationships of Type A personality,






3. There are significant relationships of job-related stress
role conflict, role ambiguity, Type A personality, social
support from network members, and social provisions to each
of the three dimensions of burnout.
4. There is significant stress x Type A personality interaction
in predicting burnout.





The sources of stress questionnaire (Kyriacou Sutcliffe,
1978) was examined and commented by 13 teachers from 4 aided
secondary schools in October, 1987. They helped pick out the
potential sources of stress and suggest more items relevalent
to local situation for use in the present study.
Stage 2
A pilot study was run in December, 1987 to determine the
reliability of the instruments and 68 teachers from 6 aided
secondary schools took part.
Main Study
The main study was carried out in March, 1988. 346 teachers
took part in the main study. These included teachers who are
attending the part-time Diploma of Education course at the
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Chinese University of Hong Kong, teachers from government,
aided, and private secondary schools.
Questionnaires from both the pilot study and main study were
analysed by using the statistical package, SPSS-X Release 2.2 at






The sources of stress used by Kyriacou and Sutcliffe (1978)
were examined and commented by 13 local secondary school teachers
with a view to construct the Job-Related Stress Questionnaire
(JRSQ) for use in the present study. Items not relevant to the
situation in Hong Hong (non-exam f inal year pupils,
supervisory duties, e.g. playground, school meals, school too
large) were excluded. The item mixed ability groups was not
included as it is similar to the item groups of too wide an
ability. This resulted in 47 items and together with the 6
items suggested by the teachers, the JRSQ used in this study,
contained a total of 53 items.
Stage 2
A pilot study was conducted in December, 1987 and 68 serving
teachers took part. The original version of the MBI which had
both frequency and intensity dimensions was used. Correlations
between frequency and intensity dimensions for individual items
were found to range from .56 to .90, with a mean of .81.
For subscale scores, correlations between the two dimensions
were .81, .85, and .79 for emotional exhaustion, depersonalizat-
ion, and personal accomplishment, respectively. It can be seen
that the correlation between the two dimensions are fairly high,
and as suggested by Maslach and Jackson (1986), only the
frequency dimension was therefore assessed in the present study.
The internal consistency of the instruments as assessed by
rrnnhanh alpha is shown in Table 1.
Table 1
Reliabilities of Instruments
used in the Pilot*Study




























The reliabilities of the instruments used in the pilot study
were similar to those obtained by Iwanicki and Schwab (1981),
Maslach and Jackson (1986), Rizzo et al. (1970), House (1980),
and Cutrona and Russell (in press). It can be seen that the
reliabilities of the intruments were substantially high and
therefore need no amendment when used in the main study.
Main Study
Of the 512 questionnaires distributed, 346 questionnaires were
collected. This represented a return rate of 67.6%. 15
questionnaires contained a lot of missing data and were excluded
from the study. Since the questionnaires used in the pilot study
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needed. no amendment and the same questionnaire was used in botr
the pilot and main study, the questionnaires from the pilot study
were also included in the final analysis.
Teachers' Background Characteristics
Table 2 shows the background characteristics of the subjects in
the present study. Of the 399 teachers, half of them (49.1%)
were male, 88.5% were university graduates, 39.8% had received
teacher training. Nearly all of them were teaching in aided
secondary schools. 32.1% of the teachers held responsible posts
such as dean of studies, discipline master, career master, dean
of extra-curricular acrivities, and head of subject departments.
About 7% of the teachers taught in private schools and therefore
did not possess a professional rank. Of the 61 (15.3%) non-
graduate teachers, one-third of them were promoted either to
assistant masters/mistresses (AM) or senior assistant masters/
mistresses (SAM). Those remained unpromoted fell into the rank of
certificated masters/mistresses (CM). Ofthe 308 (77.2%) graduate
teachers, 36 of them were promoted to the senior graduate
masters/mistresses (SGM) or education officer (EO) status.
The mean age of the teachers was 29.2 (S.D.=4.5), about half of
them (59.9%) did not have religion of any kind, and slightly
more than a half (55.6%) were single. About half of the teachers
taught mainly in F4 and F5 level, 27.3% taught mainly in junior
level (F1 to F3), and 25.1% taught mainly in senior level (F6 and
























































67.9No Responsible Duty 271













aCollege of Education=l Bachelor=2 Master=3
No Training=l Non-graduate Teacher Training=2
Post-graduate Teacher Training=3
dNo responsible Duty=1 Has Responsible Duty=2
Nil=1, C.M.=2, A.M. S.A.M. 3 G.M. and A.E.O.=4
S.G.M. and E.0.=5
Reliability of Instruments
The Cronbach's alpha for the Maslach Burnout Inventory, Job
Related Stress, Role Questionnaire, Social Network Measure, and
Social Provisions Scale were .76, .93, .81, .75, and .90




of the MBI, RQ, SNM, and SPS




















Descriptive Statistics of Variables
Burnout
The means, standard deviations, and correlations among the
subscales of the MBI are reported in Table 4 while the means and
standard deviations of individual items are listed in Table 5.
Emotional exhaustion correlates positively with depersonization.
while personal accomplishment correlates with the other two
subscales negatively. Although the subscales correlate with each
other in the expected direction, the relationship is much




Means, Standard Deviations, and Correlations











Means and Standard Deviations of































The means, standard deviations, and correlations among the job-
related stress, role conflict and role ambiguity are shown in
Table 6. These three measures of stress correlated positively,
though weakly, with each other.
Table 6
Means, Standard Deviations, and
Correlations of the JRS, RC-, and RA








Table 7 shows the 10 most stressful events encountered by
teachers in schools.
Table 7
Rank Order of the 10 Most Stressful Events
S.D.MeanItemRank
1.002.781 too much work to do
.912.652 poorly motivated students
.902.503 students' poor attitudes towards studies
.922.394 lack of time to spend-with individual students
1.012.355 lack of time for marking exercises
.892.296 difficult classes
1.052.257 large classes
1.132.238 not enough time to do the work
.882.199 students' ability vary too much
1.002.1810 students' low ability
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The means and standard deviations of each. item of the Role
Questionnaire are shown in Table 8.
Table 8
Means and Standard Deviations of

















The mean of the Type A score of the Jenkins Activity Survey is
218.22 with a standard deviation of 62.75.
Social Support
The means and standard deviations of the subscales of the
Social Network Measure and Social Provisions Scale are shown in
Table 9 and Table 10 respectively.
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Table 9
Means and Standard Deviations of
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Teacher Background Characteristics and Burnout
Correlation Analysis
The results in Table 11 revealed that female, single,
younger teachers with lesser years of teaching experience, and of
higher professional rank experienced more burnout in emotional
exhaustion. Single teachers were also more burned out in
depersonalization and personal accomplishment.
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Table 11






































**p < 01, two-tailed
Multiple Regression Analysis
Results of the stepwise multiple regression analysis are
shown in Table 12. It was found that emotional exhaustion
was predicted by years of teaching experience negatively, and
less importantly by professional rank positively;
depersonalization was predicted by marital status negatively,




Stepwise Multiple Regression Analyses for the
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Follow-up Analysis of Signigicant Predictors
Table 13 and Table 14 show results of the follup-up
analysis of variance and t-test respectively. Teachers with 1 to
5 years of teaching experience reported greater emotional
exhaustion than teachers with 12 to 26 years of teaching
experience. Also, graduate teachers had higher burnout level than
teachers in the same dimension. As demonstrated in
non-graduate
Table 14, single teachers experienced more burnout in both the
depersonalization and personal accomplishment dimensions.
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Table 13
Analysis of Variance with Duncan's Comparison of
Emotional Exhaustion Score among Teachers
Duncan's Comtiarision*Variable F df p
1-5 6-11 12-26YRTEACH 3.22 2/391 .04
(19.17) (17.45) (15.43)
Grad Nil Non-GradPRANK 3.38 2/386 .04
(18.98) (16.57) (16.00)
*Groups on the same line are homogeneous.






t-test on Depersonalization and Personal Accomplishment














Table 15 shows the correlations between different
measures of stress and the 3 dimensions of burnout. Except
between role conflict and personal accomplishment, all
measures of stress significantly, positively correlated
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with emotional exhaustion, depersonalization, and negatively with
personal accomplishment. The negative correlations between job-
related stress and role ambiguity with personal accomplishment
were also consistent with expectation because higher score of
job-related stress and role ambiguity indicated a higher level of
stress while lower score of personal accomplishment indicated a
higher level of burnout.
Table 15






*p < .05, one-taitea.
**p < .01, one-tailed.
***p < .001, one-tailed.
Multiple Regression Analysis
Table 16 shows the result of stepwise multiple regression of
the 3 subscales of the MBI. It was found that emotional
exhaustion was predicted by job-related stress positively, and
less importantly by role ambiguity positively depersonalization
was predicted by job-related stress positively personal
accomplishment was predicted by role ambiguity negatively, and
less importantly by job-related stress negatively.
Job-related stress was shown to account for most variance in
both emotional exhaustion (21%) and depersonalization (10%). In
contrast, role ambiguity accounted for only 2% of the variance in
emotional exhaustion. However, role ambiguity explained for 8% of
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the variance in personal accomplishment while job-related stress
explained for only 3% of the variance. It was interesting to note
that role conflict did not account for any variance in all the 3
subscales of the MBI.
Table 16
Stepwise Multiple Regression Analyses for the
Relationship Between Stress and Burnout
FIncrease



















Type A Personality and Stress
Type A personality correlated significantly with role conflict
(r=.13, p<.01), showing that Type A teachers experienced more
role conflict in their job. However it correlated only very
weakly and insignificantly with job-related stress (r=.03) and
role ambiguity (r=-.02).
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Type A Personality and Burnout
Correlation Analysis
Type A personality correlated significantly with personal
accomplishment (r=.22, p<.001). This showed that Type A
teachers could derive greater sense of accomplishment from
teaching and thus felt less burned out in this aspect. The
correlations of Type A personality with emotional exhaustion
(r=.01) and depersonalization (r=-.08) were insignificant.
Multiple Regression Analysis
When Type A score was entered into the regression equation
after significant stress variables for each of the 3 dimensions
of burnout, Type A personality was found to predict depersonali-
zation, R=.355, beta=-.10, F(3,371)=17.82, p<.001, and personal
accomplishment, R=.403, beta=.22, F(4,370)=17.96, p.001..Type A
personality explained 1.0% and 4.9% of the variance in
depersonalization and personal accomplishment, respectively, over
and above the effects of significant teacher background
characteristics and stress.
When stress x Type A product terms were entered into the
regression equation, Type A personality was found to interact
with job-related stress in predicting depersonalization, R=.364,
beta=-.41, F(4,370)=14.15, p<.001, and interact with role
ambiguity in predicting personal accomplishment, R=.415, beta
=.49, F(5,369)=15.33, p.001. These interactions explained an
additional 0.7% and 5.8% of the variance in depersonalization
and personal accomplishment, respectively. As teachers were
higher in Type A personality, the strength of the relationship
between stress and burnout decreased.
To examine the directions of the interactions found,
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teachers were divided into Type A and Type B according to
their JAS score (upper and lower 25%). For each group of
teachers, bivariate regressions were calculated between
job-related stress and depersonalization, and between role
ambiguity and personal accomplishment. For depersonaliz-
ation, the regression line for Type B teachers (slope=.07,
S.E.=.01) was only slightly steeper than that for Type A
teachers (slope=.04, S.E.=.01), and this indicated a very
weak buffering effect. Figure 6 shows the regression lines
for Type A and Type B teachers. The line for Type B
teachers (slope=-.58, S.E.=.16) was steeper than that for
Type A teachers (slope=-.16, S.E.=.12), thus indicating










Figure 6. Buffering effect of Type A personality
on the relationship of role ambiguity and personal
accomplishment.
Social Support and Stress
Correlation Analysis.
Table 17 shows the correlations between social support and
stress. For job-related stress, it was found to correlate
significantly and negatively with supervisor support, social
provisions of guidance, reassurance of worth, social integration,
attachment, and reliable alliance. Role conflict was found to
PersonalAccomplishment
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correlate significantly and negatively with supoport from
supervisor, friends and relatives, social provisions of guidance,
reassurance of worth, social integration, attachment, and
reliable alliance. Role ambiguity was found to correlate
significantly and negatively with support from supervisor,
coworkers., spouses and all six types of social provisions.
It was noted that all significant social support correlated
negatively With all three measures of stress in the direction as
hypothesized.
Table 17





















*p < .05, one-tailed
**p < .01, one-tailed
***p < .001, one-tailed
Multiple Regression Analysis
Table 18 shows the results of the multiple regression
on job-related stress, role conflict, and role ambiguity. Job-
related stress was predicted by supervisor support negatively,
and less importantly by reassurance of worth negatively. Role
.16
73
conflict was predicted negatively, in descending order of
importance, by attachment, support from friends and relatives,
and from supervisor. Role ambiguity was predicted, in descending
order of importance, by supervisor support and reassurance of
worth negatively, by friends and relatives support positively,
and by social integration negatively.
Table 18
Stepwise Multiple Regression Analyses for the
Relationship between Social Support and Stress
FIncrease



























Social Support and Burnout
Correlation Analysis
19 shows the correlations between social support and
Table
burnout. All the significant social support measures were
correlated negatively with. emotional exhaustion and
74
depersonalization, and positively with personal accomplishment.
The relationship bewteen social support and burnout was in the
.30
direction hypothesized, i.e., teachers with more social support
suffered less in all three aspects of burnout. Except for the
relationship between opportunity for nurturance and emotional
exhaustion, all social provisions were significantly correlated
with burnout. It can also be seen that correlations of burnout
with social provisions were more-important than with support from
network members.
Table 19

















*p < .05, one-tailed.
**p < .01, one-tailed.
***p < .001, one-tailed.
Multiple Regression Analysis
Table 20 shows the results of the multiple regression on the 3
dimensions of burnout. Emotional exhaustion and depersonalization
were both predicted by reassurance of worth negatively. Personal
accomplishment was predicted positively, in a descending order of




Stepwise Multiple Regression Analyses for the
Relationship Between Social Support and Burnout
FIncrease





























When stress x social support product terms were entered
into the regression equations in a stepwise fashion after
the significant social support variables, no statistically
significant interactions were found for the emotional





Type A Personality, Social Support, and Stress
When all the conditioning variables of Type A personality and
social support were entered into the regression equation for each
of the stress measures in a stepwise fashion, similar results
were obtained as when they were entered separately. Results for
job-related stress and role ambiguity were not affected. However,
role conflict was predicted in descending order of importance, by
attachment, R=.160, beta=-.13, F(1,388)=10.19, p<.01, Type A
personality, R=.218, beta=.15, F(2,387)=9.61, p<.001, support
from friends and relatives, R=.251, beta=-.12, F(3,386)=8.68,
p<.001, and from supervisor, R=.27, beta=-.10, F(4,385)=7.55,
p<.001.
Type A Personality, Social Support and Burnout
When all the conditioning variables of Type A personality and
social support were entered into the regression equation for each
of the burnout dimensions, results on emotional exhaustion and
depersonalization were the same as when they were entered
separately. Personal accomplishment was predicted in descending
order of importance, by Type A personality, R=.409, beta=.18,
F(4,366)=18.36, p<.001, coworker support, R=.441, beta=.13,
F(5,365)=17.60, p<.001, opportunity for nurturance, R=.458,
beta-.11, F(6,364)=16.14, p<.001, and reassurance of worth,
R=.468, beta=.11, F(7,363)=14.54, p<.001.
When all the Type A*x stress and social support x stress
product terms were entered in a stepwise fashion, no
statistically significant interactions were found for emotional
exhaustion and depersonalization. Type A personality was found to
interact with role ambiguity in predicting personal




The means for each aspect of burnout show that on the average
the teachers in this study experienced feelings of emotional
exhaustion only once a month depersonalized their students only
a few times a year but they felt accomplishment derived from
teaching not even once a week. According to Maslach and Jackson
(1986), these correspond to moderate burnout in emotional
exhaustion, low burnout in depersonalization, and high burnout in
personal accomplishment. It is interesting to note that when
compared with American teachers, teachers in Hong Kong are less
burned out in emotional exhaustion and depersonalization but
more burned out in the personal accomplishment aspect (Schwab
Iwanicki, 1982b; Anderson & Iwanicki, 1984; Schwab et al., 1986
Maslach & Jackson, 1986; Jackson, Schwab, & Schuler, 1986).
Teacher Background Characteristics and Burnout
In this study, teacher burnout was found to be predicted by
three teacher background variables: number of years of teaching
experience, professional rank, and marital status.
Teachers with fewer years of teaching experience suffered more
in emotional exhaustion. As suggested by Borthwick et al. (1982),
these teachers might not be aware of the stress demand of
teaching and they also lacked training in coping with stress. The
fact that teachers with more teaching experience reported lower
level of burnout suggested that they might have acquired certain
skills to cope with stress.
Adams (1982) conducted a longitudinal study, beginning with
student teaching and continuing through five years of teaching,
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to investigate the change in teachers' perceived problems. The
student teachers felt that their abilities as teachers were high.
However, they had the most difficulty during the first year of
teaching. Adams suggested that this might be due to the assigning
of the most difficult classes and least desirable extracurricular
activities to new teachers.
Weinstein (1988) reported the "unrealistic optimism" of
preservice teachers who believe that they would experience less
difficulty than the average first-year teachers. This, in fact,
led to their suffering from "reality shock" when they encountered
difficulties in teaching.
Teachers of higher professional rank also reported more
emotional exhaustion. Results of analysis of variance showed that
graduate teachers experienced significantly higher level of
emotional exhaustion than non-graduate teachers. The differences
in teaching duties and responsibilities between them might
suggest a possible explanation. Graduate teachers in secondary
schools usually teach upper class subjects, hold most of the
responsible posts in schools. They have a heavier workload and
responsibility towards students than non-graduate teachers. It is
not surprising that graduate teachers are more prone to burnout.
Single teachers reported more burnout in depersonalization and
personal accomplishment. This result was consistent with the
findings of Gold (1985), and Russell et al. (1987).
Although findings of the present study indicated that marital
status, teaching experience, and professional rank were
significant predictors of scores on one or more subscales of the
MBI, these background characteristics only accounted for less
than 4% of the variance in the burnout scores.
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Stress and Burnout
All three aspects of burnout were found to be predicted by job-
related stress. In the present study, teachers indicated that
having too much work to do, lacking of time to spend with
individual students and to mark exercises, as well as teaching in
large classes were among the most stressful events. A recent
research conducted by Teacher Mutual Support Association (1989)
pointed out, that teachers had to spent nearly half (40.45%) of
their working time on non-teaching duties. It further pointed out
that because of the heavy non-teaching duties, they were
constantly overstraining themselves physically and mentally.
Another recent research conducted by the Government School Non-
graduate Teachers' Association (1989) also reported similar
findings. In this study, it was found that because of the non-
teaching duties of form-teachers and extracurricular activities,
the work load for school teachers were very heavy- as high as
30 items of work that should not be done by teachers were
identified.
In this study, role conflict and role ambiguity were found to
be related to burnout, with role ambiguity as a more important
predictor. This confirms the findings of previous researches
(Schwab & Iwanicki, 1982b Schwab et al., 1986 Russell et al.,
1987). Parelius and Parelius (1978) considered schools as
bureaucratic organizations and different members in the school
have different roles that result in their orientating
differently. Hoy and Miskel (1987) pointed out that the major
sources of conflict in schools arise because teachers are
professionally orientated while principals are bureaucratically
orientated. Teachers emphasize professional knowledge and
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autonomy in decision making. However, school authorities lay
emphasis on rules, regulations, and loyalty to administration.
Teachers often lose autonomy for professional decision on text-
book selection, teaching method and content. Teachers become
frustrated and lose job-satisfaction. Eventually, this may result
in burnout.
Type A Personality, Stress, and Burnout
Teachers with more Type A personality experienced less feelings
of depersonalization and derived greater sense of accomplishment
from teaching. However, findings show that Type A personality is
much more important in determining the personal accomplishment
aspect of burnout.
Type A teachers accomplished more in teaching: they understood
their students, dealt effectively and calmly with students and
emotional problems, positively influenced students' life, created
a relaxed atmosphere with students, felt exhilarated after
working with them. This is understandable as Type A persons are
more hard-driving, persistent, and deeply involved in their jobs.
They are active and energetic, and they often work hard, put
forth greater effort and commitment in their jobs (Jenkins,
1971). It is quite logical and reasonable to predict that such
teachers would accomplish more and evaluate themselves more
positively, particularly with regard to their work.
The findings of the present study support the buffering
hypothesis that burnout is moderated by Type A personality. For
Type A teachers, burnout in depersonalization and personal
accomplishment was less affected by job-related stress and role
ambiguity, respectively.
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Orpen (1982) pointed out that the difference in character may
explain why Type A teachers experienced more role conflict than
Type B teachers. As a result of their competitive outlook on
work, they tend to create conflict in the job they are doing.
They set high standards for themselves, and in striving to
maintain these they may set their colleagues against them.
Previous researches (e.g. Caplan & Jones, 1975; McMichael,
1978; Chesney & Rosenman, 1980; Ffench et al., 1982; Orpen, 1982)
indicated that Type A persons experienced more psychological and
physical strain, and suffered more from cardiovascular-related
health problems. From a practical point of view, Type A teachers
who are less burned out may bring benefits to the students and
the school by working harder and more efficiently, but they might
have done so at the cost of their health.
Social Support and Stress
Support from supervisor, friends and relatives, social
provisions of reassurance of worth, attachment, and social
integration were found to be predictive of teacher stress.
Supervisor support was shown to reduce all forms of perceived
work stress. House (1981) and Dworkin (1987) also found
supervisor support the most important social support to reduce
work stress. Supervisor support in a school includes support from
subject heads, administrative deans, and the principal. They can
provide emotional support as well as instrumental support to
those working under them.
Friends and relatives can provide support outside the teacher's
workplace. House (1981) pointed out that in order to receive
support from friends and relatives, they must be able to
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communicate regarding these stresses. There are lots of chances
for a teacher to make friends with teachers in other schools.
They get to know each other while attending educational
conferences, workshops and teacher training sessions. They
support each other by sharing of similar interest and experience.
However, support from other teachers in the same school did not
reduce stress. This may be due to the fact that teachers working
in the same school compete with each other for better
performance. According to House (1981), they communicate in a
nonsupportive and defensive way. For teachers working in the same
school, they probably face similar stress and each will reinforce
and confirm the perception of the other (Dworkin, 1987).
The results of this study suggested the kind of support
provided by the network members. Supervisors recognized the
competence of their subordinates (reassurance of worth), friends
and relatives provided a sense of security (attachment), and
identity (social integration).
Social Support and Burnout
The social provision of reassurance of worth was found to be
the most important social support since all three aspects of
burnout were predicted by it. For emotional exhaustion and
depersonalization, it was even the only significant predictor.
Personal accomplishment was also predicted by coworker support
and opportunity for nuturance. The results suggested that a
teacher would feel accomplishment from his job if he found that
he was supported by his colleagues, relied upon by his students,
and his abilities and merit were recognized and appreciated.
Jackson et al. (1986) also found that feelings of personal
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accomplishment were highest for teachers in supportive
enviroment. He found that support from one's principal was the
most important predictor of burnout, and support from colleagues
was the next important. However, supervisor support was not found
to be significantly important in the present study. This may be






The results of the present study provided evidence for the
existence of the burnout phenomenon among local secondary school
teachers. The study also succeeded in establishing a relationship
of burnout with teacher background characteristics, stress, Typ
A personality, and social support.
Graduate teachers with fewer years of teaching experience,
especially those with 5 or. less years, had higher level of
burnout in the emotional exhaustion dimension. Moreover, single
teachers reported more burnout in the depersonalization and
personal accomplishment dimensions.
Concerning the effect of stress', emotional exhaustion was
predicted by job-related stress and role ambiguity
depersonalization was predicted by job-related stress and
personal accomplishment was predicted by role ambiguity and job-
related stress.
Social support from network members and social provisions
exerted a main effect on both perceived stress and burnout level
of teachers.
Job-related stress was predicted by lack of supervisor support
and reassurance of worth role conflict was predicted by lack of
attachment and support from friends and relatives, and
supervisor and role ambiguity was predicted by lack of social
support from supervisor, reassurance of worth, and social
integration, and support from friends and relatives.
Burnout in emotional exhaustion, depersonalization, and
personal accomplishment were predicted by lack of reassurance
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of worth. In addition, burnout in personal accomplishment was
predicted by lack of support from coworker and social provision
of opportunity for nurturance.
Type A personality was shown to exert a main effect on both
stress and burnout. Type A teachers experienced more role
conflict. They however felt less in depersonalization and more in
personal accomplishment, and hence were less burned out.
Buffering effect of Type A personality was also evident in the
present study. Type A teachers were less affected by the harmful
effects job-related of 'stress and role ambiguity than Type B
teachers. This has not been studied and shown in previous
research and the present finding is a unique contribution to the
TVDe A personality anf burnout literature.
Recommendations for Future Research
Since the present study was basically correlational in nature,
causal relationship between stress, social support and Type A
personality cannot be established. Future research should concern
with designing intervention programs to cope with work stress for
preventing burnout. The research on designing and evaluating such
programs may provide information for judging the above causal
relationship.
Teacher burnout was shown to be related to work-related stress,
other variables like organizational climate in school, teacher's
participation in decision making, teachers' expectation about
motivation, communication of teachers with schoo
teaching,
and principal's support and leadership style should
authority,
also be included in future research.
Recently, there is much attention on the investigation of
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hardiness or hardy personality as a conditioning variable to
reduce the effects of life stress on stress-induced illness
(Kobasa, 1979; Ganellen Blaney, 1984; Allred Smith, 1989).
Thus hardiness may be included as a personality variable in
future study of teacher burnout.
The present study provided additional evidence for the burnout
phenomenon among teachers. The next area of reserach should focus
on the organizational and personal consequences of burned out
teachers. The variables to be investigated may include turnover,
absenteeism, quality of life of teachers, and students' interest
in studies and academic achievement.
Recommendations for School Authority
Based on the findings of the present study, the following
methods are proposed to help reduce teacher burnout:
1. Establish clear lines of authority and responsibilities.
This can be achieved by setting a clear job description for
every teacher, heads of department and teachers holding
administrative duties. It is hoped that stress-due to role
conflict and role.ambiguity can then be minimized.
2. Create opportunity for developing social relationships and
support among teachers and between teachers and principal.
This can best be done through informal social gatherings
organized by teachers' club or similar organizations.
3. Set up orientation programs for beginning and unexperienced
teachers. The program should include discussion about the
unrealistic expectations of the teaching profession and the
reality of classroom disciplinary problems.
87
Recommendations for Educational Organizations and Teachers,
Unions
1. Organize stress management workshop to help teachers reduce
feelings of burnout. Teachers, who are single, with fewer
years of teaching experience, and of graduate status, are
encouraged to participate in such workshops since they are
likely to be most vulnerable to burnout.
2. Provide counselling service for burned out teachers.
Recommendations for the Education Department
In the present study, teachers indicated that having too mucl
work to do, lack of time to spend with individual students and tc
mark student assignments, as well as teaching in large classes
were among the most stressful events. The Education Department
should increase the teacher-to-class ratio, decrease the number
of students in each class so as to lower the workload of eacr
teacher. Moreover, more fund should be provided to each school tc
employ more clerical staff to help teachers with non-teachinc
matters such as filling in forms required by the school and the
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